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The overall aim of this research project is to explore the pedagogies that are being used in the 
FET sector to deliver Career Learning and Development (CLD) through the Work Experience 
module. This project aims to critically review and analyse the existing literature related to the 
topic and explore the organisation and delivery of the module. This is done to gain an 
understanding of the methods and resources that are used to increase student’s personal 
development and prepare them for the world of work. 
Due to globalisation, economic recessions and the expansion and development in the ICT sector, 
the world of work is constantly changing and continues to do so at a rapid pace. These changes 
are demanding a more adaptable, resilient and intrinsically motivated employee (Bassot, 2012; 
Bimrose, 2006; Law, 2000; Savickas, 2009).  The Further Education and Training (FET) sector 
which is managed by SOLAS, was established to improve the well-being of the community by 
providing the learner with the opportunity to increase their knowledge and skills to find 
employment or to develop their personal and social skills (SOLAS, 2014; 2020).  
Through the utilisation of the interpretivist approach (Thomas, 2013), this research project 
carried out six semi-structured interviews with Work Experience module tutors working in the 
FET sector to explore the teaching pedagogies they use to deliver CLD to FET students. The 
findings show that it is not enough just to pass on career related information. CLD must be 
delivered by a more knowledgeable person to help the learner develop the skills and abilities 
needed to construct their own career knowledge when participating in activities and interacting 
with people. Reflection and discussion need to be part of this process to interpret these 





Chapter 1: Introduction    
 
1.0 Introduction 
This chapter will outline the approach to this research project by providing a context and 
justification for the study, an overview of the research methodology and the project aims and 
objectives. It will conclude with a brief plan of the research thesis.  
 
1.1 Context and Justification for Research Study 
This research project will investigate the teaching pedagogies used in the Work Experience 
module in the FET sector. The Work Experience module is delivered at Quality and 
Qualifications of Ireland (QQI) level 3-6 in a large number of Further Education and Training 
(FET) Centres throughout Ireland and is designated as a mandatory subject when working 
towards a QQI General Learning major award. The learning outcomes are outlined in the module 
descriptor (Appendix A) which is provided by QQI. The purpose of this module is to provide the 
learner with the knowledge, skills and ability to find employment and participate in the 
workplace through self-directed and experiential learning (Component Specification NFQ Level 
3, n.d).  
 
The Work Experience module is taught in a sector that has experienced considerable reform and 
expansion in the last number of years.  Managed by SOLAS,  adult education is now delivered 
through an array of educational organisations in the FET sector such as the Vocational Training 
and Opportunities Scheme (VTOS), Post-Leaving Certificates (PLC’s), Youthreach and Back to 
Education Initiative (BTEI) (DES, n.d). QQI validates the training and educational programmes 
in the FET sector and awards range from QQI level 1- 6 (DES, n.d). When referring to the type 
of pedagogies or approaches to teaching in the FET sector, the European Commission, 
Directorate General for Employment, Social Affairs and Inclusion and ICF Consulting Services 
Limited (2015) and the OECD (2004) promote flexibility and innovative strategies in adult 
learning, but fail to explore any teaching techniques that can be used to achieve this. Further 
Education Support Services (FESS) is the main body responsible for providing resources and 
programme development support to teachers within the FET sector in Ireland (FESS, 2015).  
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There only guidance on teaching pedagogies in the FET sector is addressed in their Education for 
Employment Project report. They encourage tutors to adopt new ideas and creative strategies to 
engage with students and provide them with the skills to solve their own problem rather than just 
giving them the answer (Education for Employment Project, 2007).  
 
Due to globalisation, economic recessions and the expansion and development in the ICT sector, 
the world of work is constantly changing and continues to do so at a rapid pace (Bassot, 2012; 
Bimrose, 2006; Law, 2000; Savickas, 2009).  The concept of a ‘job for life’ has become as 
redundant as employers are demanding employees who are increasingly diverse with a greater 
level of skill and knowledge (Savickas, 2009). These changing dynamics require effective career 
learning and development (CLD) interventions in such programmes as the Work Experience 
module.  More recent CLD theory describes career information being created through 
constructivist and social constructivist methods and is widely recognised as a fundamental 
foundation of the CLD process (Barnes et al., 2011; Bassot, 2012; Young & Collin, 2004). A 
self-directed learning environment is required to allow students to develop their essential career 
competencies of adaptability, resilience and an awareness of their personal values (Barnes et al., 
2011). 
 
1.2  Researcher’s Position in the Study 
Having an awareness of your position as a researcher is considered a vital aspect of ethical 
research and involves realising any personal bias that you may have (Berger, 2015; Tracy, 2010). 
Reflexivity research was practiced throughout this thesis through a variety of methods which are 
described in chapter 3 of this research project. 
 
I have been working as a Resource Worker and Assistant Manager in Youthreach for the last two 
years. As part of my role, I am responsible for the day to day running of the centre, along with 
teaching at QQI Levels 4 and 5. This work, along with informal discussions with students during 
this time has given me some knowledge on how the work experience module is delivered in the 
FET sector. In addition to my current role in the FET sector, I also became very curious about 
how career development and work placement preparation was taught after reflecting on my own 
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work experience. Prior to taking up my role in Youthreach, I worked in the marketing sector for 
seven years which has provided me with insight into the challenges and changing dynamics of 
the world of work. This research will provide me with valuable knowledge to inform my own 
future practices as a guidance counsellor and deliver effective CLD to FET students preparing 
for the world of work.  
 
1.3 Research Aims and Objectives 
The overall aim of this study is to explore the teaching pedagogies used by FET tutors to deliver 
CLD content in the Work Experience module.  
 
The objectives of this study are: 
1. Critically review and analyse the existing literature related to this research topic which is 
examining CLD delivery in the FET sector. 
2. Gain an understanding of the techniques and methods used in the delivery of the Work 
Experience module to understand on how they are facilitating the student’s career 
decision making by interviewing the Work Experience tutors in the FET sector. 
3. Use the research findings to make recommendations for best practice and policy for the 
Work Experience tutors on delivering CLD content to FET students preparing for the 
world of work. 
 
1.4 Research Methodology 
An interpretivist approach which used qualitative research was chosen for this research to allow 
the researcher to gather more in-depth and comprehensive data from the research participants 
(Thomas, 2013). Semi-structured interviews, with a group of Work Experience FET tutors, were 
carried out over the telephone and Zoom due to the Covid-19 lockdown. They were then 
transcribed to allow for a thorough analysis by using Braun and Clarke’s (2006) Thematic 




1.5 Outline of the Thesis 
Chapter 1 This chapter provides an outline of the context and justification, researcher’s 
position, aims and objectives while also providing an overview of the research 
methodology. 
Chapter 2 This chapter critically reviews the literature related to the research topic by 
exploring, analysing, and synthesising the information related to the teaching 
practices, career development theories and the formation of the FET sector. It 
concludes by focusing in on the approach to CLD and how it is practiced to 
facilitate the student’s career decision-making.  
Chapter 3 This chapter identifies the research questions, research paradigm, methods of data 
collection, access and sampling, data analysis method, the validity, reliability and 
reflexivity used in this research paper. 
Chapter 4 This chapter presents and analyses the primary research findings through the 
identification of a number of key themes and the use of direct quotes to support 
these findings.  
Chapter 5 This chapter provides a critical interpretation of the research findings in the context 
of literature reviewed in Chapter 2 to provide new insights on the topic. 
Chapter 6  The final chapter summarises the findings of the research project in relation to the 
original aim and objectives. It will discuss the implications of these conclusions and 





Chapter 2:   Literature Review  
 
2.0  Introduction 
This chapter will review the literature relevant to the research topic in three sections. The current 
Further Education and Training sector (FET) and andragogical practices within it will be 
critically analysed in the first section. The second section will examine career development 
theories as well as the career decision making process for adult learners. The final section will 
explore the literature on career learning and development (CLD) and conclude by concentrating 
on its learning outcomes and how they are implemented across the FET sector. This review aims 
to provide a critical analysis of the existing literature and contextualise the current research topic.  
It will conclude with highlighting gaps in the research and areas which should be explored within 
the current study (Bryman, 2012). 
 
2.1  Further Education and Training (FET) Sector in Ireland 
This section of the review will focus on policy and the academic literature related to the FET 
sector in Ireland and how teaching is being delivered to adult learners. 
 
2.1.1 FET Sector Policy 
Much of the available literature on the FET sector explores its policy, its governance and the role 
and management of the various FET programmes in the education system (DES, 2000; 
McGuinness et al., 2014; SOLAS, 2014, 2018a, 2018b). The policy literature describes a sector 
aimed at improving the well-being of the community by offering a variety of learning 
opportunities for those seeking to up-skill, re-engage in learning or develop their personal and 
social skills (SOLAS, 2014, 2018a). However, some research (McHugh, 2015; Waller et al., 
2018) contradicts this approach and refers to the lack of mental health provisions.   
 
The connection between mental health and educational achievement is widely accepted as a 
priority in the academic research but this is not addressed in the FET policies and research 
carried out by SOLAS (McHugh, 2015; Waller et al. 2018). Youthreach and Post Leaving 
Certificate (PLC) centres are an example of this as they are operated by the Education and 
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Training Boards (ETB) and make up a significant aspect of the FET sector (SOLAS, 2014). A 
Youthreach Programme Evaluation carried out by Smyth et al. (2019) shows that although these 
education centres help prepare young people for work, it also reports a high level of students in 
need of mental health supports. Youthreach staff, according to Smyth et al., (2019), are reporting 
an increase in students displaying mental health issues such as anxiety and depression. This has 
called for a more comprehensive and strategic approach in dealing with these issues (McHugh, 
2015; Waller et al., 2018). This position is supported by McGuinness et al. (2018) who evaluated 
the PLC programme and describes how the provision for counselling remains disorganised and 
unsupported. Grummell & Murray (2015, p. 432) describe it as “neoliberal economics” as the 
outcomes of the education in FET sector is being measured by employability. The strategic focus 
has shifted onto outcomes as students have become statistics and performance indicators rather 
than recognising their individuality and potential (McHugh, 2015).  The education system has 
changed from a caring profession to a sector that is being run similar to a business and therefore 
has lost sight of its core values and the value of education (McHugh, 2015). Making a priority of 
issues such as mental health has been highlighted as an area that needs to be addressed through 
an integrated approach and prioritised across the education system (McHugh, 2015).  
 
There are two main documents surrounding the organisation of guidance counselling in the FET 
sector; the Learning for Life: White Paper on Adult Education (DES, 2000) and the Adult 
Education Guidance Initiative (AEGI): Operational Guidelines (NCGE, 2012). Both policies, 
which are underpinned by EU policy, outline the functions and operations of the guidance 
services in the FET sector. Despite describing the guidance services’ target groups and clarifying 
their aim as helping adults participate in society rather than just working, it fails to clearly 
outline any referral process or guidelines on the provision of its services, good practice or 
management. This has made it difficult to manage and have clarity on the large number of 
stakeholders’ involvement in the guidance service such as tutors, adult learners, management and 






 2.1.2 Andragogical Practices in Teaching Adult Learners in the FET Sector 
Andragogy has been described as having a significant impact on the role of adult education by 
creating a comprehensive portrayal of how adults should be taught (Sandlin, 2005). While 
pedagogy is based on a traditional set of ideology of teaching children, andragogy presents the 
core principles on designing and carrying out adult teaching (Knowles et al., 2015). Exploring 
these principles for adult learning, andragogy identifies the motivation to learn, considers life 
experiences and their problem-solving approach, which all have implications for designing more 
effective pedagogies (Jordan et al., 2008; Knowles et al., 2015). It is based on a number of 
assumptions about the learner, such as the adult’s readiness to learn and apply their life 
experiences to their learning, and making it relevant to only a portion of adult learners 
(Henschke, 2011; Sandlin, 2005).  
 
The concept of andragogy has attracted significant exploration and criticism throughout the years 
which has demanded further empirical evidence to justify its widespread adoption in adult 
teaching and to clarify if there really is a difference in how adults and children learn (Sandlin, 
2005). The research highlights it’s over emphasis on the individual and how andragogy fails to 
consider the sociological perspective (Henschke, 2011; Sandlin, 2005). There is a need to 
address the role of society and the influence that context may have on the adult learners (Sandlin, 
2005). This highlights the importance of carrying out research relevant to all education sectors 
including the FET sector. Adults learning within this environment are working under a different 
set of circumstances which may have implications to the types of pedagogies that should be 
adopted. This highlights a gap in the current research which should be addressed to ensure the 
most effective andragogical practices are being utilised for adult learners in the FET sector in 
Ireland.  
 
2.2.  Theories of Adult Career Development and Decision Making  
This section will explore general adult career development theories and then focus on the career 




2.2.1 Career Development Theories 
The origins of career development theory can be traced back to Frank Parsons in the early 
twentieth century (Kidd, 2006). Originally conceived to be completed in childhood, more recent 
career development theory proposes that a person’s career decisions are made over a lifetime, 
while also acknowledging contextual factors and how life roles are playing an increasingly 
significant part in career decision-making (Patton & McMahon, 2014). This has made way for an 
extensive amount of research, and often a proliferation of opinion on the topic, which has 
resulted in a theoretical conceptualisation with many elements (Patton & McMahon, 2014).  
 
Research into Parson’s differential theory (1909), which focused on the assessment of traits, led 
to the development of the Trait and Factor Theory and Holland’s Person-Environment Fit Theory 
(1985). This cognitive process looks at measuring the differences in personality traits and 
matches them with a career. Criticisms and a number of limitations of this approach have been 
identified and described in the extensive amount of literature related to this career development 
theory. The lack of a comprehensive framework for collating information or guidelines on how 
to interpret emotions, behaviour and outcomes to previous events to gain meaning from them, 
has not been addressed in this approach to career development theory (Sampson et al., 2004). 
This is further compounded by the failure to address the role of contextual factors and outside 
influences (Kidd, 2006). There is an over-reliance on psychometric testing as a source of self-
knowledge along with its static approach to occupational choice makes this career development 
theory outdated (Sampson et al., 2004). It fails to consider how a person or their circumstances 
may change over time or provide them with the skills to make career-decisions on an ongoing 
basis (Sharf, 2010). Despite the criticisms of this approach, it is still credited with laying the 
foundation and the advancement of career development theory (Sharf, 2010). 
 
The developmental approach to career development theory was born out of Trait and Factor 
Theory’s inability to acknowledge the lifespan of a client’s career, their changing roles and the 
level of importance of these roles. This saw the development of Super’s (1957) stage theory 
which suggests our career development is based on our life stage (Kidd, 2006). However, 
difficulties with Super’s theory relate to its assumption that an individual assumes certain values 
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at different stages in their life. The theory fails to consider different perspectives and values an 
individual may place on their work at the various stages of their lifecycle (Sharf, 2010). 
Occupational choice moved from a static decision into a dynamic lifelong search for career 
congruence and satisfaction based on stages aligned to a person’s life cycle (Ginzberg, 1972 in 
Patton & McMahon, 2014).  
 
While differential and developmental theories signalled an innovative perspective of career 
theory, they still only represented part of the career decision making process.  In recent years 
social cognitive career theory (SCCT) was established to build on these existing theories while 
also exploring contextual factors, the individual and their relationship with the career process 
(Lent & Brown, 2013). The extensive amount of research on SCCT reflects the importance of 
these factors but fails to acknowledge the individual variables such as gender, sexual orientation, 
disabilities or beliefs and how they may impact the career decision-making process (Lent et al., 
2000; Krumboltz, 2009). The research gives the most attention to the acquisition of self-
knowledge and the cognitive information process but their relationship with individual content 
variables still lacks thorough research (Betz, 2000; Lent et al., 2017). 
  
With an increasing amount of responsibility falling on the individual to manage their own career 
and the dynamic work environment that has evolved in recent times, a more adaptable and 
flexible approach to career development theory has been required in recent years (Barclay, 
2019). Constructivist theory aims to guide the client to consider a life design and continuously 
create a new career identity and self-knowledge through a narrative approach. While the impact 
and role of this approach is well researched throughout the literature it mostly focuses on the 
client’s perspective and how this process can assist the client to understand their behaviour 
(Barclay, 2019; Savickas, 2015; Taber et al., 2011). There is limited information guiding the 
guidance counsellor through this process or analysing the counselling skills or framework that is 
needed to interpret the client’s behaviour. 
  
According to Patton & McMahon (2014), there is no doubt that career development theory is a 
complex and diverse area of study that has attracted an extensive amount of research. While 
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certain aspects of this theory have been thoroughly understood, there are still shortcomings in its 
application for certain client groups, such as women. Therefore, a pan theoretical framework is 
needed to unify this process focusing on the individual and what makes us different as humans 
should be the rule instead of the exception.  
 
2.2.2  Career Decision Making Process 
Career decision-making is identified as a profound and significant element within the career 
development process that is affected by a wide range of cognitive processes, environmental 
factors and variable factors (Bimrose & Mulvey, 2015). The skills and knowledge required to 
make these decisions do not always come easily to a person and demands a lifelong learning and 
exploration of self and the future career (Perez & Gati, 2017). Career development theory, in 
combination with career counselling, was intended to inform a client’s career decision-making 
(Bimrose & Mulvey, 2015). However in more recent times, new approaches have begun to 
emerge as research has expanded to include the client’s readiness to make a decision (Hirschi & 
Large, 2007; Sampson et al., 2013)  and the barriers preventing their career decision-making 
(Perez & Gati, 2017; Gati and Levin, 2014) in a bid to create a comprehensive decision-making 
framework. However, with the world of work continuing to change at a rapid pace and a greater 
level of responsibility falling on the client to lead their own learning to make informed decisions, 
further and more ample research is called for to assist the individual to comprehend their 
circumstances. 
 
2.3 Career Learning and Development in the Curriculum (CLD) 
In the context of this research study regarding adult learners making career related decisions, this 
section will review the theoretical basis of CLD to understand its conceptualisation, and will then 
explore the practice of CLD in education.  
 
2.3.1 CLD as a New Approach to Career Guidance 
As a result of the expansion and rapid development of the world of work, a new approach to 
teaching career guidance was needed, and henceforth developed in the form of career learning 
and development (CLD) (Bassot, 2012; Bimrose, 2006; Law, 2000; Savickas et al., 2009).  CLD 
11 
 
is underpinned by a more autonomous and constructivist approach that supports individuals 
when learning how to bring together and organise all their diverse life and career experiences 
(Barnes et al., 2011; Bassot, 2012; Young & Collin, 2004). While the significance of the 
constructivist approach is not disputed in CLD, there are some discrepancies on the definition of 
the terms related to this paradigm which are addressed in the later research by Young & Colin 
(2004). Constructivism, which focuses on the individual cognitive process, uses the mind like an 
active system to adequately interpret information and create meaning of the world (Young & 
Colin, 2004). Meanwhile, social constructivism, which is based on Vygotsky’s research and 
relates to the Zone of Proximal Development (ZPD), illustrates the importance of social 
interaction on the individual’s ability to learn (Bassot, 2012). Although the research on the 
constructivist approach acknowledges the importance of the social environment in the learning 
process, it continues to adopt an individualistic viewpoint. It takes the position that career 
information is only learned from the inside, without considering the worldwide perspective, 
family and friends or external point of view (Bassot, 2012).   
 
2.3.2  CLD in Practice  
The creation of new information through constructivist and social constructivist methods is 
widely recognised as a fundamental foundation of the CLD process (Barnes et al., 2011; Bassot, 
2012; Young & Collin, 2004). However, there is some literature that credits the DOTS 
framework, and particularly Law’s contemporary approach (Law, 2000), for initially capturing 
the fundamentals of the CLD methods (Barnes et al., 2011). His SESIFU (Sensing, Sifting, 
Focusing and Understanding) model takes a lifelong and social learning perspective similar to 
career development theory and CLD approach (Law, 2000). Despite being credited with being 
the most widely used career guidance framework in the United Kingdom and showing 
similarities to the CLD approach, its presence in the literature remains uncharted (McCash, 
2006). 
 
The concept of Vyotsky’s Zone of Proximal Development (ZPD) is widely linked with social 
constructivism and career learning as it helps explain how new information is constructed rather 
than acquired (Bassot, 2007). The active and practical process which is carried out in a social 
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environment supports SCCT (Krumboltz, 2009) and constructivist theory (Savickas, 2009).  
However, this concept takes on a unique position as it was developed to show the scope of the 
learners’ development rather than using it account for what the student already knows (Bassot, 
2012). Moreover, this approach highlights the importance of the participation and interaction 
with others in the learning process and this concept is widely supported by the CLD research 
(Bassot et al., 2014). 
 
Barnes et al. (2011) show how three areas of research began to emerge around the topic of CLD 
in the form of 1) Inputs – what resources or competencies were needed for this approach to be 
affective? 2) Processes – what methods and techniques are the most effective? and 3) Outcomes 
– what impact shall we expect to see as a result of this type of learning?  Despite this clear 
segregation of the theory, the research also shows how the first and last topics are extensively 
researched throughout the CLD literature. The second topic, the process component, includes 
descriptions of the techniques and effective methods in implementing CLD remains limited. 
Instead the literature focuses on describing the foundation of the CLD approach and the need for 
a new, self-directed learning environment (Hughes & Meijers, 2017). There is no guidance on 
the types of resources, techniques or management systems that need to be introduced to deliver 
on this type of approach.  
 
As the literature began to explore CLD, a new set of essential competencies started to emerge to 
assist the individual to learn and interpret their career experiences (Barnes et al., 2011). Career 
happiness, building career resilience and a career narrative were identified in Bassot’s CLD 
bridge metaphor as necessary components of career decisions (Bassot, 2012). Meanwhile, 
adaptability, resilience and personal values were explored in other CLD research which shed 
light on a more comprehensive process highlighting new aspects on the career decision-making  
(Bimrose & Hearne, 2012;  Hughes & Meijers, 2017). These factors were perceived as vital in 
assisting clients to negotiate the variety of career transitions and decisions that they learn will 
have to make over their lifespan (Bimrose & Hearne, 2012). However, despite the 
acknowledgement of their importance, much of the literature is limited to exploring the role of 
these components individually or in one to one counselling (Bimrose & Hearne, 2012; Gati & 
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Levi, 2014; Lent & Brown, 2013). There appears to be no comprehensive framework for 
implementing or delivering these competencies to groups of students as part of a CLD 
programme.     
 
The research exploring the third topic of CLD outcomes appears alongside the theoretical 
description of CLD and the justification for this new approach to guidance counselling (Bassot, 
2012; Bimrose, 2006; Hughes & Meijers, 2017; Savickas et al., 2009).  An active and practical 
process is created for the individual through working with a more knowledgeable person who 
encourages and facilitates their career learning. It provides guidance counsellors with a process 
which helps facilitate the individual’s learning of the skills and knowledge to process their own 
career decisions over their lifespan (Bassot, 2012).  As previously mentioned there is limited 
reference to the techniques, resources and what is required to achieve this process. Barnes et al., 
(2011) briefly mention how these lessons should be planned based on the learning style of the 
students, but there is no framework or guidance on how to deliver this to the learners. 
Leadership, preparing to teach and the outcomes of CLD are all addressed in the literature 
without guidance of the application of resources, techniques and methods to deliver this process. 
This will be explored in the current study within the FET sector.   
 
2.4 Conclusion 
The literature review has identified a gap in the research regarding the delivery of CLD 
experiences to adult learners in the FET sector. In particular, the Work Experience module is a 
mandatory subject taught in PLC’s and Youthreach centres across Ireland, but there appears to 
be a lack of available research on how this module is being utilised to assist students with their 
future career learning and development. Therefore, the aim of this study is to explore the type of 
teaching and supports being provided to adult learners in the Work Experience module and to 
include the types of activities, techniques and approaches used by tutors. This information will 
help inform and guide work experience tutors on the good practice of delivering these types of 
CLD programmes which are an integral part of the FET sector, preparing students for the work 




Chapter 3: Methodology 
 
3.0 Introduction 
This chapter will describe the methodology employed in this research study through the 
identification of the research questions, research paradigm, design frame, and methods of data 
collection and analysis for this study. Furthermore, it will address the specific validity, reliability 
and reflexivity of the selected approach, along with any ethical issues that may be relevant to this 
study. 
 
3.1  Research Questions 
The literature review has highlighted a possible gap in the knowledge related to the career 
learning and development (CLD) pedagogies used in the work experience module in the Further 
Education and Training (FET) sector. These theoretical and practical issues have driven the 
design of the research questions, which give a clear statement of what the researcher wants to 
explore in the research paper (Bryman, 2012).  
 
The primary research question was: 
“What are the career learning and development (CLD) pedagogies used in the Work Experience 
module to assist Further Education and Training students with their future career decision 
making?” 
 
The secondary research questions were: 
1.   What CLD resources and materials are being employed by the FET tutors delivering the 
Work Experience module in the FET sector to adult learners? 
 
2. How are FET students engaging with CLD in the Work Experience module? 
 
While the research questions clearly outline what this research project aims to discover, the 




3.2 Research Paradigm 
According to Thomas (2013), the approach to your research is dictated by your research 
questions as it must have the ability to successfully answer all areas highlighted for investigation. 
When conducting social science research there are two main paradigms that can be adopted 
(Bryman, 2012). The first is the positivist approach which uses quantitative methods and  is 
based on the belief that “the things of the social world and psychological work can be observed, 
measured and studied scientifically, in much the same way that physicists study levers, atoms 
and pulleys” (Thomas, 2013, p. 108). In contrast, the interpretivist approach uses qualitative 
research and believes that the world “is not straight forwardly perceivable because it is 
constructed by each of us in a different way” (Thomas, 2013, p. 110).  
 
With the continuous change in career dynamics and the organisation of work, there has been a 
call for an increase in the adoption of the social constructivist approach to research (Savickas, 
2011). The current research project recognises these changes in the work environment and seeks 
to understand how they are being incorporated into the teaching and learning in the FET sector 
through the research questions. Therefore, this research study will use the interpretivist paradigm 
and qualitative research methods which facilitates a flexible approach to understanding theory 
(Stead et al., 2012). By allowing the researcher to explore the topic, capture data and potentially 
challenge the research participants on their behaviour, this approach has the ability to capture the 
dynamics of the postmodern concept of a career, which is made up of transitions, instability and 
adaptability (Savickas, 2011). Meanwhile, the positivitist approach, which studies standards, 
procedures and measurements, has been criticised for portraying a limited image of human-
beings and would fail to allow the researcher to adequately explore the topic of CLD in the FET 
sector to gather and provide sufficient information to answer the research questions (Cohen et al., 
2011).   
 
As the researcher works in the FET sector, she is familiar with certain aspects of the work 
experience module (Appendix A) such as the assignments, number of weeks and hours allocated 
to the module per year. This provided her with the opportunity to become an insider in the 
research and use the interpretivist paradigm to socially construct knowledge by comprehending 
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and analyising the research participants’ behaviour, relationships and their outcomes (Thomas, 
2013). The researcher can add meaning to the actions of the participants and collate this 
information to create theory (Cohen et al., 2000). For this to happen, the researcher 
acknowledged that she could not remain completely objective, and therefore used her own values 
and interests to create understanding and interpret the samples behaviour (Thomas, 2013). 
During this process, the researcher also realised some limitations of the interpretivist approach 
related to its subjectivity and over-reliance on the researcher to decide what might be relevant 
information or not (Bryman, 2012). Recognising that this can impact the quality of the theory, 
the researcher acknowledged and described any potential bias, values and opinions at the onset 
of the research project.  
 
3.3 Methods of Data Collection 
This section will describe how the researcher gained access to and selected the research sample 
participants. It will continue by describing the research methods that were adopted for this 
research project.  
 
3.3.1 Access and Sampling 
This section will describe the purposive sampling strategy adopted to recruit participants in this 
study. This type of sampling is not considered to be a representative of the entire population and, 
therefore is also referred to as non-probability sampling (Blaxter et al., 2010). Certain criteria 
had to be met by participants 1) teaching the work experience module, and 2) working within the 
FET sector (Thomas, 2013). Once the research received full ethical approval from the University 
of Limerick on the 11
th
 of February 2020 (Appendix B), the researcher began sourcing 
participants. Permission was granted in Spring 2020 by Senior Management in the ETB to 
undertake the study. In total, 6-8 participants who taught the Work Experience module at either 
Youthreach or PLC’s were identified to participate after they made contact with the researcher 
and volunteered to participate in the research project. All participants were informed of their 
rights through the information sheet (Appendix C), research privacy notice (Appendix D) and 
signed consent form (Appendix E) and data protection form (Appendix F) once they were happy 
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to participate in the study. The background information for the research sample is as follows in 















Participant 1 Youthreach Female QQI level 4 12 years Yes 
Participant 2 Youthreach Female QQI level 4 4 years Yes 
Participant 3 Youthreach Male QQI level 4 6 years No 
Participant 4 PLC Female QQI level 5 4 years No 
Participant 5 PLC Female QQI level 5 14 years No 
Participant 6 Youthreach Female 
QQI level 4 + 
QQI level 5 
2 years Yes 
Table 3.1 Participant Information 
 
3.3.2 Semi-Structured Interviews 
Semi-structured interviews were used as the method of data collection in this research study as 
this approach “provides the best of both worlds” (Thomas, 2013, p.198). They offered a valuable 
opportunity for the interviewer to connect with the client and build rapport, leading to greater 
freedom to explore a particular topic and generate new theory. Choosing the semi-structured over 
the structured interview approach also offered the researcher the opportunity to ask questions on 
topics that may arise during the course of the interview or explore areas that may not have been 
considered prior to the interview (Cohen et al., 2011).  It is also important to note the possible 
disadvantages of the interview method, which Cohen et al. (2011) cite as interviewee bias as they 
look to appease the interviewer. In addition, the flexible approach of this method means that 
certain topics may not be explored to the same level across all interviews, which can make 




Due to the restrictions placed on the movement of people during the months of March, April and 
May 2020 as a result of Covid-19, the participants were given the option of a telephone or an 
online video interview through Skype or Zoom.  Although face to face interviews were the first 
preference for data collection, they were not possible during this time. The majority of 
participants opted for the telephone interview at a date and time during the months of April and 
May that was convenient to them. Each interview lasted approximately 45 minutes and were 
recorded using an audio device and then transcribed to allow for comprehensive thematic 
analysis (Braun & Clarke, 2006).  
 
For the interviews, an open ended interview framework (Appendix G) was designed to allow for 
the exploration of the participant’s professional background, their education centre and the 
inputs, throughputs and outputs of the work experience module. The interview questions were 
developed using Cohen et al.’s (2011) description of question formats. Once the main topics and 
concepts for exploration were identified through the Literature Review, the question format was 
selected from a list of question categories. This decision was made based on the substance of 
answers that were required, while also considering the research questions and research sample 
(Cohen et al., 2011).  When carrying out the telephone interviews the researcher had to ensure 
that the participant was given adequate time to respond and elaborate on the questions and 
responses. This process was aided by the use of carefully selected prompts to ensure that the 
researcher did not influence the participant’s answers. As Cohen et al. (2011) highlight, 
respondents are more likely to withhold information or even tell lies when carrying out telephone 
interviews because of the lack of face to face contact and the difficulty in reading non-verbal 
cues. However, despite these concerns, the telephone interviews made a variety of people 
accessible and helped ensure that there were enough participants for the research paper.  
 
3.4 Data Analysis Method 
Qualitative data analysis is the process of applying meaning and understanding to the data that 
you have collected (Thomas, 2013). Braun & Clarke‘s (2006) ‘Thematic Data Analysis 
Framework’ and its six step guide, was utilised in this research analyse the data. A review of the 
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data and the classification of themes was carried out after each interview and this information 
was often used to guide or adjust interview questions.  
 
The first step in the Thematic Data Analysis process involved the researcher re-reading and 
familiarising themselves with the data again. While transcribing the interviews offered the 
researcher an opportunity to reflect on what was being discussed, it was important that the 
researcher also read and re-read the interviews once they were transcribed (Braun & Clarke, 
2006). Step 2 involved closer identification of the information gathered by writing notes and 
highlighting extracts of information that were similar using coloured pens (Appendix H). Using a 
coding system and a flexible approach allowed for the removal of excess information and helped 
the researcher focus on exactly what was being said during the interview (Cohen et al., 2011).   
 
Step 3 involved reviewing and evaluating this information so themes could be identified as 
something important or relevant to the research questions. This also allowed for the identification 
of links or areas that may need to be discussed further in the subsequent interviews.  Through the 
process of identifying these themes, the researcher plays an active role by applying their own 
values and experiences when narrating the information (Braun & Clarke, 2006). Step 4 was 
similar to Step 3 but involved the enhancement of the existing themes by perhaps joining up 
previously identified themes or separating out others. Step 5 of the process is the ‘define and 
refine’ of the themes by returning to the coded data and writing  detailed analysis on why this 
piece of information was selected and what the researcher found interesting. This was done so 
the information starts to tell a story related to the research topic (Braun & Clarke, 2006, p.93).   
The final step in the process involved writing the report by collating all the themes, with 
examples, into an interesting story or argument to convince your reader on the merit of your data 
(Appendix I).  
 
3.5  Validity and Reliability in Qualitative Research  
Validity and reliability are key aspects of qualitative research as they contribute towards the 
legitimacy and value of the knowledge that is generated (Thomas, 2013). However, there are 
some concerns about their relevance to qualitative research and this has led to the expansion and 
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application of its terms (Bryman, 2012). Concern surrounded not only the ability to replicate 
research results, but the reason why researchers would want to repeat results if the very reason 
for carrying out the social research was to measure the social change. Therefore, this research 
adopted an alternative form of evaluation based on Lincoln & Guba’s (1985, in Bryman, 2012) 
four point criterion to ensure trustworthiness in qualitative research.  
 
Trustworthiness in this research study refers to the credibility, transferability, dependability and 
conformability of the research results (Bryman, 2012). Creditability relates to the 
correspondence or ability of the new theory developed to reflect what was collected during the 
research data collection process. To assist with credibility similar questions were asked to each 
interviewee, and mostly importantly, there was a strong correlation between the theory and what 
actually happened during the exploration and interview process (Cohen et al., 2011). This was 
facilitated by ‘respondent validation’ which involved using an audio recording device to 
precisely record the data being captured. The second criterion is related to the transferability or 
application of the data results to explain other social settings. This was not applicable to this 
research project as the research sample was too small and the participants had a very specific set 
of characteristics (Shenton, 2004).  
 
Thirdly, dependability demonstrates the practice of proper and consistent research methods 
which were applied throughout the study (Shenton, 2004). The dependability of this study was 
facilitated by outlining a comprehensive research design, which was then followed throughout 
the research process. Details of the interviewing process, data recordings, data analysis were all 
clearly mapped out and followed. A research diary was also kept to reflect and to ensure that all 
these correct procedures were followed (Cohen et al., 2011).  Finally, conformability represented 
the final step in assessing the accuracy of the study by demonstrating that the researcher did not 
let their own personal values, opinions or experiences overtly influence the data results (Bryman, 
2012).  While acknowledging that total objectivity was not possible, the researcher made every 
effort to remain impartial. To facilitate this process, a disclosure of the researcher’s own values, 
beliefs and experiences and how this may affect the data was made clear at the onset of the 
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research study to explain how they may have impacted the research design, methods of data 
collection and data analysis (Tracy, 2010).  
 
3.6 Reflexivity 
To enhance trustworthiness in this interpretivist study, reflexive research was applied. Having an 
awareness of your position as a researcher is considered a key component of ethical research and 
involved realising any personal bias that may exist at any stage during the project (Berger, 2015; 
Tracy, 2010). This becomes significant as the researcher’s own personal opinions and 
perspectives can have an effect on the access to research participants, the relationship between 
the researcher and the participants and the type of new knowledge and conclusions that are 
developed (Berger, 2015).  
 
Reflexivity means monitoring and taking responsibility for recognising any bias that may exist in 
the research with the objective of limiting its influence on the research results, and therefore 
ultimately improving the accuracy of the research (Berger, 2015). Reflexivity was incorporated 
into this research through the continuous process of self-questioning and self-monitoring by the 
researcher. Prior to starting the research, the researcher considered the social environment and 
how it might influence the interviewees in the study (Tracy, 2010). However, because the 
interviews were eventually carried out over the phone, this was not considered an issue. In 
addition to this, as suggested by Thomas (2013), the perspective of the researcher was made 
clear in Chapter 1 of the research paper to give the readers the opportunity to understand where 
the findings and conclusions were developed from. The researcher kept a research diary to 
explore and review how her views, beliefs, experiences and opinions of the researcher impacted 
the process. This was to prevent the researcher’s previous experience with module and concerns 
over the lack of relevance to current labour market trends influencing the research. 
  
3.7 Ethical Issues in the Study 
The ethical process outlines what the researcher should or should not do throughout the research 
project and makes up a key component to the integrity of sound research (Hearne, 2013).  Ethical 
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issues may arise throughout the duration of the study and can be regulated across three areas, 
legislative, professional and personal (Cohen et al. (2011). 
 
As part of the legislative regulation for this research ethical approval was granted by the 
University of Limerick Education and Health Science Ethics Committee in February 2020 prior 
to the commencement of any research.  In relation to the professional regulation of the process, 
the Institute of Guidance Counsellors (IGC) Code of Ethics (IGC, 2012), guided the researcher 
by providing the ethical framework for carrying out the research.  Ensuring that the participant 
was treated with respect and dignity was a priority for the researcher, and was carried out by 
gathering their consent and maintaining their confidentiality (IGC, 2012). An information letter 
(Appendix C), research privacy notice (Appendix D), a participant consent form (Appendix E) 
and a GDPR consent form (Appendix F) were provided to each participant before any research 
commenced.  
 
Consent was obtained before the interview took place to ensure the participant understood the 
process and their right to withdraw at any stage (Thomas, 2013). The agreement between the 
researcher and the research participant was clearly stated on the ethics forms with details on what 
will happen with the data, its uses, analysis and who will have access to it (Bryman, 2012).  
Gathering full consent for interviews during the Covid-19 crisis was an ethical dilemma as the 
majority of people were working from home and therefore had limited access to post, printing 
and scanning. Therefore, working within the UL Ethics committee guidelines, alternative ways 
of getting consent were explored. Research documentation (appendix C - F) and a stamped 
address envelope were posted to the research participant so they could sign and send back the 
documentation to the researcher.  
 
Confidentiality is ensuring that any identifying information is removed from the research paper 
so if any unauthorised person gains access to the data, they will not be able to identify the 
research participants (McLeod, 2015). Confidentially for this research was upheld by adhering to 
UL’s research guidelines and the IGC’s Code of Ethics (IGC, 2012).  The interview audio 
recording was safely stored and destroyed, passwords were used on audio storage devices and 
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files were encrypted when being transferred to the supervisor while pseudonyms were used to 
protect the identity of the participants and their organisations. Also because the research 
documentation was posted to the research participants in advance, care and attention had to be 
given when capturing their postal address. Personal information was written directly onto the 
envelope once received from the research participant and then destroyed once posted. 
Finally, on a personal level, the researcher took responsibility to monitor her own ethical 
standards. As ethical issues are subjective to their context, it was difficult to predict or account 
for all scenarios that could arise before the research project (Cohen et al., 2011). Therefore a 
significant amount of responsibility was placed on the individual researcher to conduct 
interviews and data analysis in an honest and credible manner.    
 
3.8 Conclusion 
This chapter has outlined the methodology for this research study from the selection of paradigm 
and methodology, the research questions, sampling participants, data collection and data 
analysis.  It concludes by exploring how the validity, reliability, reflexivity and any ethical issues 




Chapter 4: Data Findings 
 
4.0  Introduction 
This chapter will present the primary research findings gathered from six semi –structured 
interviews which were carried out as part of this thesis. Information on the research Participants 
is provided to establish the context of the research and the sector in which they work.    
The two major themes, along with a number of sub-themes (Appendix I) that were identified 
through the research findings are: 
1. Delivery of CLD in the Work Experience Module 
I. Variation in Organisation of Work Experience Module  
II. Delivering the CLD Content 
III. Collaboration with FET Guidance Counselling Service 
 
2. FET Students’ Experience of the Work Experience Module 
I. Students Preference Toward Practical Learning Methods 
II. The Challenges for Students and the Development of their Soft Skills   
        
4.1 Research Participant’s Profiles 
This research focused on the delivery of the Work Experience module in a combination of both 
Youthreach and PLC settings. The data was gathered from six work experience tutors with 
various levels of experience from 2 to 14 years. The educational background of each tutor also 
varied considerably with four out of the six research participants’ being qualified secondary 
school teachers. Three currently teach the Work Experience module up to QQI level 4 and the 
other three to QQI level 5. All six research participants teach the Work Experience module along 
with other subjects, such as Maths and Career Planning, as part of a QQI level 4 or level 5 major 
award. 
 
4.2  Theme 1: Delivery of CLD in the Work Experience Module 
The research findings show that when delivering the Work Experience module to their cohort of 
students, participants adopt a variety of different techniques and approaches to the module which 
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demonstrates a flexible approach. This theme will be explored through the following sub 
headings: the variation in organisation of the Work Experience classes, delivering the CLD 
content and collaboration with the Guidance Counselling Services. 
 
4.2.1 Variation in the Organisation of Work Experience Module  
The findings show that while all the participants delivered the Work Experience module in line 
with the module descriptor, their approach to it varied considerably. Participants 1 and 3, who 
are both associated with a Youthreach centre, use all their allocated teaching classes to teach the 
work experience in a block until it is complete. Participant 3 described how he adjusted the 
organisation of their programme this year by having “four hours a week of work experience”. 
This is done so that students, who may dropout or leave early, will have completed some 
modules. Participant 4, who is from a PLC centre, also completes her hours in a block but this is 
done to accommodate her work placement schedule. She describes how they “do most of the 
work before Christmas. It is all aimed at my students going out to start their work experience 
around the end of November”.  
 
The remaining participants 2, 5 and 6 deliver their Work Experience module from September to 
May in the first year of the course and have been allocated a different number of classes to teach 
the subject. For example, participant 5 provides “three classes per week to work experience and 
that could be three or four, it just depends on what way the timetable. Meanwhile, participant 6 
explains how her Youthreach centre allocated “three single classes and a double class” each 
week of the year. 
 
Interestingly, it appears that FET tutors are not required to have a specific qualification to teach 
the Work Experience module at either Youthreach or PLC level. The research participants come 
from a variety of different sectors with different educational backgrounds.  Participants 1, 2 and 
6 are qualified secondary school teachers of subjects such as French, German, and Religious 
Studies, while the other three have gained experience in the sectors they teach. This means that 
each participant brings a different skill-set and pedagogical approach to the Work Experience 
module which can lead to a disparity in the type of information that is delivered to the learners. 
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The findings also show that none of the participants have been given any additional or specific 
training on teaching the Work Experience module. Participant 3 states “as for training, I haven’t 
received any training” and participant 4 highlights it as “a little bit of an issue. I had to fight to 
get training and it’s because of the nature of the centre”.  
    
The research findings show the responsibility of sourcing up-to-date content and its delivery 
lie with the individual FET tutor. The participants described how they use an assortment of 
information sources from the internet, the relevant professional bodies and Further 
Education Support Services (FESS) website to gather the most up-to-date information. 
Participant 1 referred to “it’s all Google cause it’s so up-to-date especially with work 
experience”, and similarly with participant 5 “I’m very much onto the internet”. The FESS 
resources, although accessed by three of the six participants, were described as “limited” by 
participant 2. Despite the disparity in the information being used, all of the participants 
acknowledged the module descriptor as being relevant and a helpful guide with participant 6 
describing it as “a very good guide”. However, the participants also expressed the need to 
use their own initiative to source the most up-to- date content for teaching the module. For 
example participant 5 explained:  
 
“But they're open to interpretation. I think that's the beauty of them. You can, I suppose 
deduct them to suit your own situation. I think that's what you need to be doing. You can't 
follow something to the letter of they're like, "They're saying this." You have to open it and 
make it relevant to the student that you're teaching. Once you do that, then they are very 
relevant”. (Participant 5) 
 
4.2.2  Delivering the CLD Content   
 The findings show that while the learning outcomes, assessment techniques and criteria are 
standardised and outlined in the Work Experience module descriptor (Appendix A), the 
participants in this study often set the priorities and pedagogies for delivering their course 
content.   
 
Participants use their own experience and intuition on what is important in the world of work to 
decide what aspects of the module to focus on. When exploring the priorities that each 
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participant adopts during the delivery of the Work Experience module, participant 1 focused on 
students participating and learning something about themselves or a potential work environment 
when completing the work placement hours. She described how “the actual experience was the 
most important thing to, because a lot of those [placements] like brought them into an area that 
they then wanted to study or work in”. Meanwhile, participants 2 and 5 have a slightly different 
perspective as they looked to teach students about getting employed and being a good employee.  
For participant 2 the  “main focus is to get the kids ready and prepared to be able to sit an 
interview and to get them ready for the world of work and know what they’re rights and what 
they’re responsibilities are”. Participant 3 emphasises a different set of priorities surrounding the 
development of their soft skills when he says “the one thing about the Work Experience module, 
it does lend itself to more based on soft skills they can develop, I do have a focus on that.” 
Participants 4 and 6 opt for a combination of priorities by focusing on both the soft skills and the 
work placement component as core aspects of teaching the module. For example, participant 6 
stated:  
 
  “I think both. I like them to actually discover themselves, to find out what skills they actually 
have that they're not aware of. How confident they are, maybe areas that they're not as confident 
in or as skilled in and maybe try and up-skill a little bit in those areas. Then my main focus after 
that would be preparing them for work and for interviews, a lot of work on that.” (Participant 6) 
 
The research focused on exploring specific parts of the Work Experience module to discover the 
teaching techniques that are being adopted in the delivery of the CLD. The results indicate that 
each participant uses a variety of pedagogies such as experiential, reflective, self-directed 
learning and group discussion to deliver the module.  However, all 6 participants identified the 
students mandatory work placement as being the most effective teaching experience. Participant 
4 who is very positive towards the influence of the work placement on students said “they can 
only go so far in a classroom, yes - you have to experience it”. In addition to this experiential 
learning method, each participant disclosed a variety of self-directed teaching methods to 
increase student’s self-awareness, which is facilitated by group discussion and reflection. 
Participant 1 described how “in class we talk about skills and characteristics and different things 
and then it would be self directed”. Participants 2 and 5 use individual projects on a career sector 
that the student wishes to pursue to facilitate this self-directed learning. For participant 5, this 
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project work “really opens up their eyes”. Participant 3 also adopts similar self-directed work to 
encourage learning but highlighted the benefits of reflection for students “they write up their 
own learning from the day, and they reflect on it”. In addition to these types of techniques, 
participants 2, 4 and 6 provided examples of how they challenge their students to encourage and 
build on their learning. Participant 2 said “I would be getting them to use quizzes a lot” and 
participant 6 uses worksheets, videos and role plays to explore where students learn what could 
go wrong from workplace examples. Group discussions pedagogy appears to be very important 
in delivering CLD to students; participant 4 described “a lot of it is through group work. I ask 
for suggestions, we put them up on the board, we discuss each one”. 
 
 4.2.3      Collaboration with FET Guidance Counselling Service  
  The research findings show that while all participants are delivering the Work Experience 
learning outcomes (LO’s) and elements of career and educational guidance, none of them 
directly collaborate with their organisation’s guidance service, i.e. PLC and Youthreach.  Three 
of the participants reported this was because there is no qualified guidance counsellor attending 
their education centre. If they require guidance counselling, their students must access the 
guidance services at the ETB Head Office. The remaining three participants explained that while 
there is a guidance counsellor attending their centre, he or she is not available to collaborate with 
them on the delivery of the Work Experience module. Participant 4 explained “I suppose there is 
a guidance counsellor in the centre, but she comes to see the teenagers”, while participant 5 
explained “there’s a guidance counsellor downstairs, we call it the secondary school, but for 
PLC, it’s basically us, it’s their course on course tutor”.  
 
When exploring the participant’s relationship with the guidance counsellor in more detail, the 
research findings elucidate that the perception of the guidance counsellors’ role varies amongst 
the Youthreach and PLC participants. Two of the Youthreach participants described the guidance 
counsellor fulfilling an assortment of important tasks such as assisting the centre with the 
organisation of guest speakers, trips, carrying out mock interviews and providing educational 
guidance to both students and staff members if required.  Participant 3 explained how the 
guidance counsellor “provided for us well”. He continued by giving examples of the role; “she 
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was the interviewer for doing the interview sessions”, and “then, the guidance counsellor would 
get in people from PLC courses or other education establishments”. Participant 1, whose centre 
does not currently have a guidance counsellor described the previous one as “brilliant”, as “she 
had her finger on the pulse, she knows what was out there, and the courses in that, you know”. 
 
The remaining two participants who work in Youthreach have no relationship with the guidance 
counselling practitioner providing guidance to their students. This may have been impacted by 
the fact that they had no access to a qualified guidance counsellor for an extended period of time. 
Participant 2 who currently has no access to a qualified guidance counsellor said, “There isn’t a 
career guidance teacher in the centre as such. But we do have a person who would come in a 
couple of times a week who works in a training centre”. Participant 6, whose Youthreach centre 
only recently acquired a guidance counsellor, said “guidance counsellors don’t want to work 
with us”. When questioned further on this, she explained: 
 
“I think guidance, I think, has changed nationally, and they kinda are a little block of their 
own. Guidance with all these term assessment exams are private and confidential so they 
can’t share information so they wouldn’t be a lot of collaboration” (Participant 6). 
 
The findings show that participants 2 and 6 had not recently worked with FET guidance 
counsellors, and therefore they may have not understood the extent of the guidance counsellors’ 
role which could have impact their ability to collaborate. In contrast, the PLC participants’ 
collaboration with their guidance counselling service was very different to the Youthreach 
tutors. They appear to take greater personal responsibility for providing guidance to their 
students. Participant 5 described how students have access to the secondary school guidance 
counsellor but “generally they don’t use it. They use us”.  Participant 4 described how “my 
students are only with me for one year, one academic year, so I suppose I’m their guidance 
counsellor”.  There appears to be a gap and a lack of knowledge from the PLC participants on 
the work of the guidance counsellor and the importance of referring the students to get the most 




To conclude, this first theme has shown that there is considerable variety in the way that Work 
Experience and CLD is organised and delivered in some aspects of the FET sector. The reasons 
for this depend on a number of factors that are related to the qualifications and experience of 
staff and the cohort of students they are working with. It also shows that there is despite teaching 
CLD, there is no collaboration with the guidance services and the reasons for this need to be 
explored further to provide clarity and greater understanding between the two groups. 
 
4.3 Theme 2: FET Students’ Experience of the Work Experience Module 
This second main theme addresses the findings related to the student’s experience of the Work 
Experience module as observed and perceived by the research participants (FET tutors). This is 
done through two sub-themes including students preference toward practical learning methods 
and the challenges for students and the development of their soft skills. Both describe how 
students have a preference towards practical learning methods, the on-going challenges of 
completing this module and some of the key areas they develop and grow more confident in.  
 
4.3.1 Students’ Preference toward Practical Learning Methods  
With regards to the pedagogical techniques used in the delivery of the Work Experience module, 
the research findings show that participants identified student’s strong preference towards 
practical learning methods. They described their students enjoying experiences that happen in the 
‘real world.’ Participant 2 described how students enjoy the work placement element a lot more 
than written assignments on the Work Experience module, “if they could do the placement and 
not do the rest of the work for the folder they would be delighted”. Not only do the student’s 
prefer this type of learning, but participant 4 also described its impact on the students; “they can 
only go so far in a classroom, yes - you have to experience it.” Participant 6 took a similar 
position when she said “that's definitely something that you can't teach. It's something that they 
have to experience as well”. Participant 5 gave some examples of these practical learning 
methods and how she “would do a lot of simulation” which then “really gets them thinking 
because then, their peers are saying, - Well, no!". This can develop into group discussions which 
allow students to form their own opinion and encourage the learning process, “it opens up a huge 




Participants 4 and 6 also highlighted the impact of inviting former students and people from 
certain sectors that students may be interested in, to act as a guest speaker in the classroom. Both 
participants described how they increase the students understanding of the practical element of 
work experience. Participant 6 stated “that's your winner”, and expanded on this by saying: 
 “If you could get someone from Youthreach to come in and tell them how well they got on. Be it 
in a job, be it in Further Ed and how it started with one student in xxx went on work experience 
in Tesco, got a job in Tesco, now he's on the management training course” (Participant 6).  
 
4.3.2 The Challenges for Students and the Development of their Soft Skills   
 The findings also elucidate, from the viewpoints of participants in this study, some of the 
challenges experienced by their students undertaking the Work Experience module. From 
sourcing the placement itself, as referred to by Participant 3, to what participant 2 described as 
students being forced out of their comfort zone and taking instructions from their new managers.  
Participant 3 stated “initially, what terrifies them is trying to find the work placement”; and 
continued by saying “when they get the placement, it can be terrifying to know what exactly 
they’re supposed to be doing”.   
 
However, overall the findings show that the greatest challenge faced by students on this module 
is their lack of confidence and anxiety towards the workplace. According to participant 5 “It's 
nervous; when it's just to thinking, "Will I be able to do this? Will I be able to do this? She 
continues by describing how the students “struggle with not knowing what's expected of them 
and being shy and being nervous”. Participant 6 summarised some of the students fears and the 
sources of anxiety; it may be “their first time ever been in any form of employment” and they 
may be anxious about all the rules and responsibilities involved which they may view as limiting 
“here comes all these rules reinforced again”.  
 
While the research participants all described how their students learned about having a job and 
working in their relevant sector, it was the development of their soft skills that was most obvious 
and beneficial. Some level of development in the majority of students’ social skills, levels of 
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confidence, and their attitude towards employment was visible to the research participants. 
Participant 5 emphasises “the confidence that we see in them then when they come back, it's 
unbelievable” and this is supported by participant 1 who specifically refers to the transformation 
in their “communication skills and their mannerism”. Participant 6 had a similar position, but she 
was more cautious when reflecting on the extent of these changes stating “I think what is great is 
it's an introduction for them. It gives them the opportunity”. Finally, participant 1 attributed 
these changes to “interacting with people outside their own circle” and said that it is the “best 
thing that they can do, is to take themselves out of their comfort zone and to apply themselves to 
the different areas that they mightn’t necessarily have gone into before”.  
 
In conclusion, this theme has addressed how the research participants are observing their 
student’s engagement with the Work Experience module. They were able to identify their 
challenges and the development of their soft skills despite not being specifically measuring them.  
 
4.4      Conclusion 
The research findings from the six participants, which were analysed using Thematic Analysis 
(Braun and Clarke, 2006), show a large degree of flexibility when it comes to the organisation of 
the CLD carried out through the Work Experience module. This allows for the adoption of a 
variety of methods and techniques to deliver the module, which in turn proves to be very 
beneficial and relevant to the soft skills development of the students participating in this module. 
The findings also highlighted a number of key findings in relation to the lack of collaboration 
with the guidance services, support for students dealing with anxieties in completing their Work 
Experience module and the need for adequate approved resources for Work Experience tutors to 
deliver the content for the module.   
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Chapter 5: Discussion  
                        
5.0 Introduction 
This chapter will discuss and synthesise the primary research findings in relation to the research 
questions and the literature that was explored on this topic. It will critique the findings and 
reflect on their implications to policy and practice when appropriate.  
 
5.1 Answering the Research Questions  
This research project set out to explore some of the career learning and development (CLD) 
pedagogies used in the Further Education and Training (FET) sector by focusing on the Work 
Experience module which is a mandatory module in QQI major awards structure. It was guided 
by the research questions identified in Chapter 3. The primary research question is: “What are 
the career learning and development (CLD) pedagogies used in the Work Experience module to 
assist Further Education and Training students with their future career decision making?” The 
secondary research questions are: 1) What CLD resources and materials are being employed by 
the FET tutors delivering the Work Experience module in the FET sector to adult learners? 2) 
“How are FET students engaging with CLD in the Work Experience module?” The findings to 
these three questions will be distilled in the upcoming thematic sections. 
 
Through semi-structured interviews, the researcher explored the resources and organisation of 
the Work Experience module to gain an understanding of the research participants approach to 
delivering CLD content to adult learners in the FET sector. The research findings show that 
Work Experience participants are using a variety of resources and techniques to deliver CLD to 
their cohort of students. While delivering this CLD, the research participants are responsible for 
the organisation of their module, sourcing their own class content, CLD pedagogies and often 
create their own set of priorities while completing this work. This has highlighted a number of 
issues in relation to the delivery of CLD which are discussed throughout this chapter. 
 
This chapter explores the resources the research participants are using to deliver the Work 
Experience module which are often sourced from unreliable or unapproved websites online. In 
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their teaching of content the research participants are adopting teaching pedagogies to deliver 
career and industry information and not considering career development theory or the latest 
career counselling techniques. There is also a lack of training for tutors delivering this module 
and they are working independently from the guidance services in their organisation. Despite 
these concerns, the research participants are still able to observe the development of their 
student’s soft skills and their overcoming of challenges related to their work experience. This 
chapter will discuss these issues further and explore the consequences of these issues and 
whether they are impacting students’ career learning.  
 
5.2  CLD Pedagogies Used in the Work Experience Module  
This section will critically discuss the findings to the first research question on the CLD 
pedagogies used in the Work Experience module to assist the FET students in making career 
decisions. It will address relevant FET policy and the collaboration between Work Experience 
tutors and the FET guidance services in terms of delivering a CLD type curriculum.  
 
5.2.1 FET Policy relevant to CLD  
Irish FET strategic policy promotes a sector that is focused on improving the well-being of the 
community by offering a variety of learning opportunities to up-skill, re-engage in learning or 
develop personal and social skills (SOLAS, 2014, 2018a, 2020). The focus is on addressing the 
current and future needs of individuals through the provision of a variety of both academic and 
community education courses and support from the FET Adult Education Guidance Services 
(SOLAS, 2014, 2020). However, current practice explored in this research study suggest a 
different set of priorities are also being adopted as resources and the organisation of the Work 
Experience module focus on employability and ensuring students complete their modules and 
achieve their educational awards (McHugh, 2015).  
 
The current research findings explicate that the research participants are implementing aspects of 
the FET sector priorities as they are focused on up-skilling and re-engaging their students 
(SOLAS, 2014, 2018a, 2020). The scheduling of the Work Experience classes reflected this as 
they are organised in a manner that facilitates their learner’s needs. However, it is not enough 
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just to pass on information; CLD must assist learners to interpret their experiences and how to 
use this information to inform their career decision-making (Bassot et al., 2014).  The findings of 
the current study show that occupational choice is portrayed as an imminent and static decision 
as there is no exploration of how career roles change across a lifetime (Sharf, 2010). Students are 
assigned work in a group setting and carry out work placement with a minimum focus on 
reflection and interpretation of these activities. Despite delivering these techniques through a 
variety of the recommended self-directed methods, there is no consideration given to how these 
skills need to be developed to help the students interpret their evolving values and perspectives 
which take place over-time (Hughes & Meijers, 2017). 
 
The reflection and cognitive processing of information is described throughout the career 
development literature as a vital aspect of constructing self – knowledge for the decision making 
process (Barclay, 2019; Savickas, 2015; Taber et al., 2011). These activities are highlighted as 
vital in assisting students to apply their CLD learning across their lifespan rather than just 
making a once off career decision (Patton & McMahon, 2014). Therefore, the findings appear to 
suggest that FET students are not given the opportunity to adequately explore the impact of their 
behaviour and experiences on their career decisions. They are more focused on completing the 
tasks surrounding their learning outcomes. This is further compounded by the fact that although 
many of the Work Experience participants in this study are qualified to teach in the FET sector, 
none of them are trained in offering career guidance and advice. For successful CLD to take 
place a comprehensive strategy must be adopted with effective and trained leaders employed to 
implement career development and counselling concepts (Barnes et al., 2011).  
 
5.2.2 Career Development Theory in the Work Experience Module  
Recent career development theory highlights the need for a more flexible approach to career 
decision making which considers the changing world of work and life roles (Barclay, 2019; 
Kidd, 2006; Patton & McMahon, 2004; Savickas, 2009; Sharf, 2010). The Work Experience 
module taught in the FET sector appears to utilise aspects of this theory in the form of Holland’s 
Person-Environment Fit Theory (1985) approach. It looks at exploring the personality traits and 
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skills of the individual student and matching them with a job and the environment (Kidd, 2006). 
This differential career development approach has a number of limitations which appear to be 
also relevant to the research participants. There is a lack of guidelines or activities to assist 
learners to comprehend their experiences, emotions and consider the contextual factors 
(Sampson et al. 2004).  
 
The findings also elucidate how the Work Experience module adopts andragogical practices 
which are delivered through self-directed and experiential methods. This assumes that the FET 
students are motivated and ready to learn, along with having the ability to consider their own life 
experiences and apply them to their career decision-making ((Knowles et al., 2015). Vygotsky’s 
(1978) Zone of Proximal Development (ZPD) describes how learners must be supported in this 
process through structured stages or scaffolding (Bassot et al., 2014). It is inadequate to merely 
hand out assignments without considering students learning style and how they process 
information. Project work, research work and work placement hours, which are a mandatory part 
of the Work Experience module, assume that learners can effectively apply a comprehensive 
cognitive process to fully explore their choices, behaviour and decisions. The findings show that 
FET students are not being given the opportunity to fully comprehend their decisions and what 
they might mean. Opportunities must be given to allow the student to explore their learning with 
a more knowledgeable person to help guide them through their learning and the variable 
environment and social factors. Without this process, there may be implications for limiting 
students learning. 
 
5.2.3        Pedagogies used in CLD 
Knowledge about careers is created from the participation in experiences, interactions with 
people and discussions which allow reflection on these activities (Bassot et al., 2014; Kidd, 
2006; Sharf, 2010). Academic research outlines a portfolio of andragogical practices and 
pedagogies used to create the most effective environment for achieving this CLD knowledge for 
students and clients (Bassot, 2012; Law, 2000; Knowles et al., 2015; Savickas et al., 2009). 
These approaches advocate for more autonomous and constructivist activities to encourage 
students learning. The research findings for this study show a variety of these pedagogies being 
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adopted during the process of delivering the Work Experience module, but it is the practical and 
experiential learning methods that participants believe are the most effective and popular among 
students.  
 
While the Work Experience participants are delivering CLD to their students in line with the 
module descriptor and the FET sector priorities, they are a number of recent career development 
theories and practices that are not being utilised due to a lack of training and information. This 
information could provide a more effective approach for the Work Experience tutors and 
learning experience for the students. 
 
5.3 CLD Resources and Materials Employed by FET Tutors 
This section will look at the resources and materials that are being used by the research 
participants in the delivery of the Work Experience module and the extent of collaboration with 
the organisation’s Adult Guidance Services. 
 
5.3.1 CLD Resources and Materials 
Delivering CLD and keeping up-to-date with the latest techniques, theories and polices is the 
responsibility of the Work Experience tutor. According to the literature on CLD (Barnes et al., 
2011), practitioners must have the knowledge and ability to respond to each individual situation 
and the requirements of their learners. The findings show that the majority of CLD content used 
by the research participants is sourced through potentially unreliable websites and online sources 
which could provide the participants with inaccurate or incomplete information. There is a 
particular focus on employability information and the latest industry trends, which are retrieved 
from these websites and the relevant professional organisations. The emphases on this type of 
information supports Smyth et al.’s (2019) evaluation of how this sector prepares students for 
work rather than personal development. It is further supported by McHugh (2015) and Grummell 
and Murray’s (2007) research which states that this sector has become focused on increasing the 
students’ employability. There is no focus on content or resources available to assisting students 




5.3.2 Collaboration with FET Adult Guidance Services     
The FET sector provides its education centres with a degree of flexibility in the creation of 
policy and the management of their resources (SOLAS, 2014).  As a consequence of this, some 
staff are taking on more responsibility and delivering content than they may be trained for such 
as career guidance. This can adversely affect the impact or quality of the student’s career 
learning.  With regards to the employment of resources to deliver CLD to FET students, a key 
issue identified in the findings is the relationship between FET participants teaching CLD and 
the FET adult guidance services. It is argued that learners making career decisions must be 
guided by a more knowledgeable person to become an active participant in the process and 
ensure they learn the skills and information needed to make informed career decisions across 
their lifespan (Bassot, 2012). This person must be aware of the dynamic changes in the world of 
work and the continuously developing approaches to CLD to effectively teach students on the 
topic (Bassot, 2012). In addition to this, CLD strategy and its complexity demands an integrated 
approach in the entire organisation which involves collaboration, shared values and shared vision 
as students are constantly seeking advice from their tutors (Barnes et al., 2011).  
 
The research findings show there is no collaboration, either formally or informally, between the 
participants in this study and their organisation’s adult guidance counselling service.  This has 
been previously highlighted in the literature as an issue for the ETB guidance services as they 
have no clear guidelines or policy on the best practice, the referral process or the provision of 
their services (NCGE, 2018). The AEGI Operational Guidelines (2012) make no reference to the 
collaboration with course tutors on delivering any CLD work or group work. With no CLD 
training or qualified personnel available to assist with these tasks, keeping up-to-date on relevant 
information and sourcing content becomes an increasingly difficult process. There is also no way 
to assess or monitor the appropriateness and accuracy of the information being provided to 
students.  
 
Moreover, there appears to be misconceptions or an unawareness of the role of the guidance 
counsellor in the FET provision at a local level. This is acknowledged in FET policy as the 
guidance services have been described as inconsistent (SOLAS, 2014, 2020). For example, one 
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participant compared a qualified guidance counsellor with a member of staff at a training centre 
who knew about local courses. Similarly, the PLC research participants explained how they take 
responsibility for delivering both career and educational guidance without any relevant training. 
With no policy guiding tutors in this area and a high demand for career guidance amongst FET 
students, a more integrated system is needed with adequate training on providing career advice 
and information to students.  
 
This section shows that while delivering the Work Experience module, the research participants 
are also delivering aspects of career guidance and CLD. While doing this they are not adopting 
the latest career development theory or practices or engaging with the adult guidance services 
due to a variety of factors such as a lack of training. This may have an adverse effect on the 
students learning their ability to process their career information. 
 
5.4 FET Students Engagement with CLD in the Work Experience Module 
This section will critically review the FET student’s experience of the Work Experience module 
as described in the research findings. It will look at how the research participants observed 
student’s preference towards the practical learning methods, the challenges they encounter while 
completing the module and the areas they develop in. 
 
5.4.1 FET Students Preference towards Practical Learning Methods in CLD  
The primary research findings show that the adoption of both practical and experiential learning 
methods leads to positive discussions and debates about the contemporary workplace among 
FET tutors and their students. These methods contribute towards social constructivism and help 
create a scaffolding of learning described in Vyotsky’s ZPD (2007). These limited processes 
allow the student to become an active participant in the process as they reflect on what has/is 
happening with their peers or with more knowledgeable people in the work environment. 
Students are engaging in social constructivism as they use social situations to create meaning and 
understand their experiences (Young & Colin, 2004).  While the preference and impact of the 
practical and experiential work is clear, the findings also show an informal approach towards the 
reflection and cognitive process.  
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5.4.2 The Challenges and Development of Student’s Soft Skills   
Research related to both the PLC and Youthreach sector shows an increase in students 
experiencing mental health issues, such as anxiety and depression, with counselling services 
disorganised and  mostly unsupported with resources (McHugh, 2015; McGuinness et al., 2018; 
Smyth et al., 2019). These findings were also evident in this research when participants 
described their students manifesting increasing levels of anxiety and apprehension at the prospect 
of completing tasks related to the Work Experience module such as mock interviews.  
Developing career resilience or career adaptability, which has been recommended for assisting 
individuals to overcome these career obstacles, does not appear to form any part of the CLD 
course work in the Work Experience module (Barclay, 2019; Bimrose & Hearne, 2012 Savickas, 
2009). There is a lack of prioritisation of the development of strategies for coping with change, 
improving students work performance or working in potentially difficult environments such as 
under-resourced or stressful organisations. These activities could help to ensure the learner 
remained motivated and committed to succeed in the work place and assist with their career 
decision making process (Bassot et al., 2012; Bimrose & Hearne, 2012). Instead attention is 
being given to preparing students for their work placement and activities related to improving 
their employability prospects. This corresponds with previous research which articulates that the 
FET sector’s neoliberal approach emphasises employability rather than focusing on developing 
individuals (Grummell and Murray, 2015; McHugh, 2015). 
 
Despite facing a number of obstacles during their participation in the Work Experience module, 
the research participants witnessed varying degrees of development of student’s soft skills. 
Measuring these skills, which are the outcomes of CLD and contribute towards career decision 
making, is a difficult task and one that is not done through typical written assessments (Bassot, et 
al., 2012). This is reflected in the research findings as participants explained different assessment 
methods and ways of collating outcomes. However, despite these techniques, they are only able 
to give their opinion on the areas and the depth of their student’s development, as opposed to 
identifying tangible results. Nevertheless, regardless of the method used to collate the learning 
outcomes, CLD practice suggests using this information to inform, and ultimately dictate, future 
career learning (Barnes et al., 2011). The student utilising their learning from the Work 
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Experience module and applying it to other life experiences should be the most important 
outcome. However, with the Work Experience module treated as a separate component and 
limited collaboration between the FET tutors and the organisation’s guidance counsellor, there is 
no way of achieving this.   
 
5.5  Conclusion 
This chapter has discussed the delivery of CLD through the Work Experience module which 
provides a snapshot of the way career learning is taught in the FET sector. A number of issues 
were identified while exploring the research questions and were examined in relation to the 








Chapter 6: Conclusion 
 
6.0 Introduction 
This chapter will provide an overview of the research findings in relation to the overall aim and 
objectives of the research study. It will summarise the strengths and limitations of the research 
before making the final recommendations in relation to the topic. It will conclude by reflecting 
on the personal learning that took place for the researcher.  
 
6.1 Overall Aim and Implications of Research Study 
The overall aim of this research was to explore the CLD pedagogies used by tutors in the 
delivery of the Work Experience module in the FET sector and how it has impacted their ability 
to make career decisions. By interviewing Work Experience tutors in both PLC and Youthreach 
education centres, this research has explored the activities and methods used to deliver CLD 
through the Work Experience module.  
 
The key issues identified in the findings showed that Work Experience tutors are delivering their 
module in line with FET policy which focuses on preparing the learners to develop their skills 
for employment rather than personal development (Grummell & Murray, 2007). By practicing 
group work and self-directed learning pedagogies, the Work Experience tutors are delivering 
career information. However, it is not enough to just pass on career information (Bassot et al., 
2014). Students need to be given the opportunity to explore this information in relation to their 
own personal learning with a more knowledgeable person (Bimrose, 2006). As there is minimum 
one to one contact with students, this process becomes difficult and they’re not given the 
opportunity to adequately explore their learning. 
 
The research study findings show that the research participants are responsible for sourcing their 
own methods and content when delivering the Work Experience module without any specific 
career guidance training. Online resources are being used by all of the research participants from 
a variety of sources which are unapproved. This means that the content being taught and how it 
is being taught varies along with the students learning experience. This is being done without any 
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collaboration with the organisation’s guidance services or as part of an integrated approach 
which is recommended by CLD strategy (Bassot, et al., 2014). While working with adult 
learners, the research participants are delivering this content using self-directed and experiential 
learning techniques which make a number of assumptions about the students and their ability to 
apply their career learning (Henschke, 2011). This means that there are a number of areas not 
being addressed by the participants including the importance of applying these skills over a life-
time. Students are therefore not receiving the latest career guidance information and advice as 
their Work Experience tutors have no training in this area and no supports through the form of 
approved list of resources. 
 
6.2 Strengths and Limitations of Study 
This section will describe the strengths and limitations of the study which should be considered 
when reviewing the research findings and discussion. 
 
6.2.1 Strengths of Study 
The adoption of the interpretivist approach and the researcher’s knowledge of the sector, their 
own work experience and the Work Experience module, has allowed for key insights and 
analysis to be carried out on the research topic. By carrying out semi-structured interviews and 
using the Work Experience module for this study, a clear focus was achieved which also gave 
convenient access to examples of CLD in the FET sector. Thorough exploration of the topic was 
facilitated and this, combined with the richness of the data that was collected, provided a clear 
reference point for analysis and discussion. Asking opened ended interview questions also gave 
the research participants the opportunity to consider their approach and recall key activities and 
techniques used when organising the module a greater insight and understanding of their 
processes was gained (Cohen et al, 2011; Thomas, 2013).  
 
6.2.2 Limitations of Study 
The methodology for this research adopted a subjective approach as it relied on the researcher to 
interpret the information and make decisions on its relevance to the findings (Bryman, 2012). 
This, in combination with the sample size means that these research findings might be typical of 
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other FET centres where CLD content is being delivered.  As the research study was carried out 
during the Covid-19 pandemic lockdown, sourcing research participants and carrying out 
interviews became a difficult process. With the majority of the education sector working from 
home, people were dealing with new technology and ways of working which meant they were 
reluctant to make themselves available to participant in research. Therefore the analysis and 
discussion of this research paper is based on a sample size of only 6 participants. Research 
participant interviews had to be carried out over the telephone or online through video calling. 
This meant that is was more difficult to build rapport and trust with the participants as you may 
not be able to read their non-verbal cues (Cohen et al., 2011). Participants may be more inclined 
to withhold important or relevant information related to the topic. Due to limitations resources 
such as time, this research project was only able to gather data on the Work Experience tutors. 
Further areas for exploration could also include the adult guidance services within the ETB and 




After synthesising the research analysis and discussion, this research makes the following 
recommendations in relation to the research topic: 
 
1. The need for CPD for FET tutors delivering the Work Experience module was identified in 
this study. Therefore it is recommended  that a tailored CPD programme be delivered to 
these Work Experience tutors to inform them of the most effective and efficient ways of 
delivering career advice and information. 
 
2. This study has shown that the majority of learning takes place through group or self-direct 
methods. With CLD strategy clearly identifying the importance of the client working with a 
more knowledgeable person to explore their career decision making (Bassot et al., 2014), 
further research should explore if students would benefit from one to one time. This would 
include the opportunity to explore their work experience options and assess their ability to 
fully interpret and reflect on their learning and experiences throughout the module.  
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3. The finding in this study has shown there is no collaboration between the Guidance Services 
and the FET tutors delivering the Work Experience module. With this in mind, an integrated 
approach and collaboration between the Work Experience tutors and the organisation’s 
guidance service is recommended to create a more comprehensive CLD programme for 
student’s career learning and development needs. 
 
4. The research findings show that the Work Experience tutors are gathering their content from 
a variety of online, and often unapproved, sources. An approved list of Work Experience 
and career information sources need to be collated and distributed by the Further Education 
Support Services (FESS). This information needs to be distributed to all tutors who are 
delivering career advice and learning to ensure that they are using the most up-to-date and 
relevant information for their students  needs. A policy needs to be created by the ETB 
Quality Assurance team to ensure this list of resources is constantly updated to ensure the 
distribution of the most accurate and relevant information. 
 
5. Based on CLD pedagogical methods (Bassot et al., 2014 ), the reflective process needs to be 
continually emphasised and integrated into the future delivery of the Work Experience 
module activities and assignments to assist students comprehension of their career learning.   
 
6.4 Reflexivity in Relation to Personal Learning 
The process of completing this research project has taught me a lot about carrying out a social 
research and the practicalities of running a CLD programme in the FET. However, more 
significantly, doing it during a pandemic has also led me reflect and consider what the future of 
guidance counselling may look like and how it may have discreetly been transformed. 
 
Carrying out the research methodology was the most significant area of learning for me during 
the research project. As a result of the difficulty I experienced securing the research participants, 
I have gained a new appreciation for the importance of the research process and have made a 
commitment to take the time to participate in other people’s research when appropriate. Working 
in a Youthreach centre has also made me aware of how my own knowledge of the Work 
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Experience module and the centre impacted my ability to interpret the data fairly. Constant care 
and attention needed to be given to avoid comparing the research participants teaching methods 
to my own Youthreach centre (Cohen et al., 2011).  Research questions had to be carefully 
constructed and data analysis re-read and closely critiqued to ensure this did not happen.  
 
The change in how we communicate from online to face to face during the pandemic has made 
me realise the potential for guidance counselling online. The wide range of communication 
platforms available has the ability to increase the accessibility to qualified guidance counsellors 
for one to one appointments or as sources of information. Times could be allocated for Q & A 
sessions, and group lessons or presentations could be made available for students to download or 
access at any time. The scope of possibilities for consultation or as an information source has 
increased significantly and now has the ability to make guidance counselling more readily 
available to students across the education sector. 
 
6.5 Conclusion 
This chapter provided the overall and implications of the research study, its strengths and 
limitations, recommendations and an insight into the reflexivity in relation to personal learning 
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requests, for example, where the University is required by law to collect and process certain 
personal data including that personal information that is required of any research participant. 
 
13.3 It is your responsibility to let the Principal Investigator know if your contact details change. 
 
14.  Queries, Contacts, Right of Complaint 
14.1 Further information on Data Protection at the University of Limerick may be viewed at 
www.ul.ie/dataprotection. You can contact the Data Protection Officer at dataprotection@ul.ie or 
by writing to Data Protection Officer, Room A1-073, University of Limerick, Limerick. 
 
14.2 You have a right to lodge a complaint with the Office of the Data Protection Commissioner 
(Supervisory Authority). While we recommend that you raise any concerns or queries with us 
first at the following email address lucy.hearne@ul.ie, you may contact that Office at 
info@dataprotection.ie or by writing to the Data Protection Commissioner, Canal House, Station 
Road, Portarlington, Co. Laois. 
 
15.  Review 
15.1 This Privacy Notice will be reviewed and updated from time to time to take into account changes 













Title of Study: An exploration of the career learning and development pedagogies used in the Work 
Experience module to assist Further Education and Training students with their future career decision 
making 
 
Should you agree to participate in this study please read the statements below and if you agree to 
them, please sign the consent form. 
 I have read and understood the participant information sheet.  
 I understand what the project is about, and what the results will be used for.  
 I understand that what the researchers find out in this study may be shared with others but that my 
name will not be given to anyone in any written material developed. 
 I am fully aware of what I will have to do, and of any risks and benefits of the study.  
 I know that I am choosing to take part in the study and that I can stop taking part in the study at any 
stage without giving any reason to the researchers. 
 
This study involves audio recording of the semi-structured interviews.  
Please tick the appropriate box 
 I am aware that the semi-structured interview will be audio recorded and I agree to this. 
However, should I feel uncomfortable at any time I can ask that the recording 
equipment be switched off. I know that I can ask for a summary of the semi-structured 
interview, which will not include anybody’s name. I understand what will happen to the 
recordings once the study is finished. 
 
 I agree to the statements above and I consent to taking part in this research study.  
 
Name: (please print): _____________________________ 
 
Signature: ______________________________________  Date: ______________ 
 
Investigator’s Signature ___________________________  Date: ______________ 
 
 
EHSRECNo: 2020_02_31_EHS  






EHSRECNo: 2020_02_31_EHS  
EHS RESEARCH ETHICS COMMITTEE 
Data Protection Consent Section: Individual Interview 
I, the undersigned, declare that I am freely giving specific, informed and an unambiguous consent to the 
University to process my Personal Data for the purposes of undertaking the research project entitled “An 
exploration of the career learning and development pedagogies used in the Work Experience module to 
assist Further Education and Training students with their future career decision making.” 
 
 I declare that I have read and fully understand the contents of the 
Research Privacy Notice, which is appended at Appendix 1 of this 
Consent form and I explicitly consent to my personal data being 
processed in line with this Research Privacy Notice. 
 
 I explicitly consent to the University contacting 
me as part of current or similar future research and holding my 




 Yes No 
  
  






1._____________________________                 _______________________             ________________ 
       Name of participant [IN CAPITALS]            Signature                                               Date 
2.  
I have accurately read out the information sheet to the potential participant and, to the best of my ability, ensured 
that the participant understands to what they are freely consenting. 
______________________________                 ________________________         ________________    
   Name of researcher [IN CAPITALS]            Signature                                                Date 
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Appendix G                             
Work Experience Tutor Interview Questions 
 
EHS REC no. 2020_02_31_EHS (ER) 
Research Title: An exploration of the career learning and development pedagogies used in the Work 
Experience module to assist Further Education and Training students with their future career decision 
making. 
Background Questions: 
1. Can you tell me about your professional background and qualifications? 
 
2. What are your core teaching areas and responsibilities?  
 
3. How many years have you been teaching in the FET sector? 
 
Organisation and Course Information:  
4. Can you tell me about the FET centre?   
a. How many students are here?  
b. What QQI levels and courses are being taught here? 
 
5. Can you describe the course that you’re currently teaching?  
a. What are the modules?  
b. What is the duration of the course? 
Student Information: 
6. Describe the profile of your students without disclosing any personal information?  
a. Age range? 
b. What is the male or female breakdown? 
c. What type of backgrounds or level of education do they have when starting the course? 
d. What are their reasons for undertaking an FET course?  
Inputs of the work experience module: 
7. How much time do you allocate for teaching the work experience module per week and over how 
many weeks? 
8. What are your main priorities when teaching this module? E.g. Skills development, delivering the 




9. Do you think the work experience module descriptors are helpful and relevant in preparing students 
for the world of work? 
 
10. Where do you source your class content from? 
 
11. How do you ensure that your teaching methods assist students with their career decision-making? 
 
12. What level of collaboration do you have with the Guidance Counsellor or other outside agencies 
when delivering this module? 
 
Throughputs of the work experience module: 
13. What type of activities, techniques or approaches to learning do you adopt when delivering this 
module to engage students in learning? 
 
14. How do you ensure that it’s the most up to date or relevant information that you’re delivering to 
students? 
 
15. What impact do you think the work experience module has on student’s personal and social 
development? 
 
16. What type of assessment techniques are used in the work experience module? 
 
Outputs of the work experience module: 
17. What kind of changes, if any, do you notice in the student’s once they complete the work 
experience module? Level of motivation, self-esteem, changes in attitude 
 
18. Do you feel that the work experience module assists or facilitates the student’s career learning? 
Do they learn more about themselves, the work place or how to apply for a job? 
 
19. What is the extent of the relationships with students who do the work experience module and the 
organisation’s guidance counsellor? 
 
20. Do you feel that you’re adequately supported with resources, strategies and training when 
delivering this module? 
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Theme 1: Delivery of  CLD in 
the Work Experience 
Module 




classes and time 
of year 
Qualifcations  and 
work experience 
of tutors 
Tutor setting own 
priorities 
Delivering the CLD 
Content 
Variety of 
pedagogies used  
Self-direct, experiential 
and group teaching 
methods used 








counsellor in some 
centres 
Different approach in 
Youthreach and PLC 
Theme 2:  FET Students’ 
Experience of the Work 
Experience Module 
Preference Toward Practical 
Learning Methods  
Students enjoy 
practical work  more 
Impact of expereintial 
learning on students 
Challenges and Development 
of Student’s Soft Skills    










Extract from Interview 
 
